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Settling in a new region may imply a plethora of challenges for Students with 
Interrupted Formal Education (SIFE) and for any migrant or immigrant, no 
matter their background. In this sense, the analysis of interviews conducted with 
SIFE from different universities and host countries has led to the consideration 
of particular difficult situations such as the reasons that pushed them to interrupt 
their studies and how it has impacted them personally, their access to 
employment, language, and home country return expectations. Taking into 
account the value of SIFE ́s own testimony obtained by means of interviews, 
this article addresses some of the diverse challenges they face in their host 
countries to raise awareness of the similarities and differences of their 
experiences, to promote socio-political advocacy for their needs, and to offer 
ELT educators ways in which they can respond to these special learners’ needs. 
It also in part can inform socio-political advocacy for SIFE who remain in their 
home countries of origin, as they often confront similar challenges as the local, 
regional or national context has been altered so much that they may also be in a 
context without adequate support. 
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Numerous countries across the globe are impacted by social, economic and/or political conflict, 
change and disturbances. Such situations disrupt a multitude of aspects of daily life at varying 
levels, affecting employment, healthcare, public services among a multitude of other aspects 
of individuals’’ social and personal life, and often result in a humanitarian crisis. Among many 
of the social and personal factors that are disrupted in such situations is the education of 
individuals, youth and adults due to a fracture in the macro-national structure at numerous 
levels that are intricately interconnected. One consequence result in individuals’ lack of regular 
attendance to school, absence in school all together, or the breakdown of schooling 
opportunities. 
Students with interrupted formal education (SIFE) (Custodio & O’Loughlin, 2017; 
Vang, 2002) across a wide spectrum may experience a lack of access to schooling being 
internally displaced people, externally displaced people or SIFE in first, second or third 
countries of asylum. Depending on the context, there may be a wealth of literature on the topic 
or very little to none. A significant amount of research has focused on the topic with respect to 
North America (Custodio & O’Loughlin, 2017; Short & Boyson, 2004) and Europe (DeCapua, 
2016; Cohan & Honingsfeld, 2017). Yet in other contexts, there may be less research due to the 
recency of the situation and the level of an economic and political player on the international 
scene, such is the case with Venezuela (Naím, Toro, Leoni, Shifter & Rodríguez, 2019; Franco 
& Abreu, 2018). 
Within TESOL, the focus on SIFEs lends itself most often to English Language 
Learners (ELLs) arriving in English-speaking national contexts as social, economic, and 
political SIFE, and/or ethically, religiously socially and/or economically marginalized or 
displaced individuals (Custodio & O’Loughlin, 2017).  A focus on these individuals who often 
have experienced interrupted formal education in their home countries may have received more 
significant focus in research, as data can inform the needs of learners in ESL contexts when 
being placed and supported in ELL courses and/or programs. This study, as small-scale pilot 
project, examined Venezuelan university English language students and TESOL teacher-in-
training students with interrupted formal education who migrated to neighboring Colombia and 
other countries, as a result of the Venezuelan social, economic and political crises. 
The study’s value lies in that it provides insight into English language and TESOL 
teachers in training SIFE in an EFL context, opposed to that of an ESL context. As these SIFE 
in a non-ESL context experience distinct issues and obstacles, as they are not migrating to a 
country where English is the medium of communication. The findings and discussion of the 
implications and possible practical approaches to support English language and TESOL 
teachers in training SIFE can also be informative for the Asian context, Asian TESOL affiliates 
and other Asian EFL association. Interruption to formal access to education and English 
language instruction, does not necessarily have to be a nation-wide phenomenon, and could be 
an ongoing regional issue or temporary concern, due to natural disasters, regional conflict, 
ethnic discrimination, mobility and remoteness to resources, among many other factors. 
Therefore, the findings and implications are also framed for EFL students and educators in the 
larger Asian context. 
 





The study is framed by presenting literature around studies related to SIFE and the Venezuelan 
context. Literature highlighting the beneficial outcomes from access to education in society as 
a whole is provided to link the theoretical notion of a right to education to a practical argument 
for the importance of identifying grassroots and micro-level language policy mechanisms to 
support Venezuelan SIFEs right to education.  
 
TESOL, ELT & SIFEs 
Within TESOL, the existing literature primarily examined addresses Latin Americans, based 
on the fact that the study in related to Venezuela, coming to the United States and Canada to 
escape poverty, social violence or political oppression (Noguera, 2014). In the process, the 
interruption of individuals’ schooling is common in both their home country and in North 
America. In their home countries, they may have had poor attendance in school in order to be 
able to work to assist the family income or due to viable or limited postsecondary options. Once 
in the U.S. for example, the individuals’ legal status can limit their educational opportunities 
after high school, if they do not have the appropriate immigration paperwork (Perez, 2014). 
However, another population addressed within TESOL and ELT is the experiences of 
SIFEs fleeing conflict in the Middle East (Brown, 2016) to neighboring Middle Eastern 
countries, Europe and other non-western nations. Some individuals spend extended periods of 
time as SIFE in a country of asylum before being accepted as a refugee with formal pathways 
for long term residence. Many individuals’ first country of asylum is not their last country of 
asylum and can be relocated in one or two more before being settled (Dryden-Perterson, 2015). 
This process of being on the move, with limited legal status and access to resources fractures 
the formal education of many individuals and youth and adults. 
SIFEs have a significant impact on the societies in which they currently reside. 
However, they also will have a major effect on the societies they will reside within the future. 
Individuals, youth and adults need a solid and vibrant education to be able to be part of change 
during and after social, economic and/or political conflict, change or disturbances within their 
home countries and after relocating in new nations as home. The impact of interrupted formal 
education on individuals’, youth and adults greatly affects the current and future lives of the 
individuals and the future society of the nation. Here, the examination of the literature turns to 
that of Venezuela to frame the context in which the participants, SIFEs, resided in and then, 
fled. 
 
Venezuela’s Social, Economic and Political Crises Impact on Education 
The migration phenomenon in Venezuela is a far and wide fact that has been spread by social 
media and known by the majority of people that inhabit the Latin American continent. In the 
last few months, the exodus of millions from Venezuela, particularly students, to neighboring 
countries like Colombia, Ecuador, Peru, Brazil, Guyana and some Caribbean Islands, has 
aggravated, forced by the economic, social, political and insecurity crisis that undergoes this 
country. The reports that narrate the actual humanitarian crisis and the impact that this has had 
in bordering countries are numerous, especially that of the UN Refugee Agency (2019).  
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It is important to point out that the forced character of this migration is not just one of 
moving to another country for mere economic or social considerations but that, in fact, is a 
sense of fleeing from situations that threaten their own survival. According to a report from the 
International Organization for Migrations, a United Nations organization, in the last two years, 
the number of migrants has increased up to 4 million people, a figure which represents the 
second migratory movement, after Syria (Van Praag, 2019). A large number of these migrants 
are EFL students.  
According to a report from the International Organization for Migrations, a United 
Nations organization, in the last two years, the majority of Venezuelan migrants has headed 
towards Colombia or has used this country as transit to move to other countries. The majority 
of Venezuelans that “flee”, have at least a high-school Diploma or are graduates. English 
teachers are within this large number of professionals that run away from their country, to 
whom the wage they earn in their workplaces is not enough to cover basic needs of food, dress, 
transportation, vacations or even recreational activities (Soncini, 2018). The effects that this 
forced migration has on the teaching profession, especially for the teaching of English is 
unquestionable.  
A non-governmental organization such as the Association of Teachers of Venezuela 
reports that 45% of high-school teachers have abandoned classrooms; in private institutions, 
the dropout rises up to 60% (Analítica, 2018). At universities the drama is similar, professors 
usually abandon their posts or just resign. These places are rarely covered due to the lack of 
candidates showing up for the exam for public service. The Universidad Central de Venezuela 
and the Universidad Simón Bolivar, two of the top five universities of the country have recently 
lost more than 2000 (+30%) and 200 (63%) professors respectively (Inojosa, 2019). In short, 
the teaching profession, that includes English teachers, faces a double tragedy: first, in 
Venezuela, classrooms and their students are left without a well-academically prepared 
professional to teach them the language; second, in their host country, migration regulations 
do not allow the immediate incorporation of this professional into their system, in a language 
of such importance for international communication. Such strict regulations deprive English 
learners of a teacher who could enrich them not only linguistically but also culturally. In 
Venezuela, labor unions such as the Association of Teachers, have started numerous requests 
before international entities, for instance the Organization of American States (OAS) and the 
United Nations (UN), so that teachers that have had to emigrate obtain refugee status which 
would allow them to receive special humanitarian attention and the possibility to practice their 
teaching profession (Analítica, 2018).  
According to Pells (2019), the deterioration of the education system is approaching the 
point of no return. After years of political, social and economic turmoil resulting in sky-high 
inflation rates and scant public investment, almost 5 million Venezuelans are said to have left 
the country since 2014. Many of them are believed to be students and early career professionals, 
including academics who can no longer afford to live on what they receive from universities. 
Very often, teachers across the country are also forced to seek secondary sources of income to 
stay afloat through a deepening economic crisis and students are pushed over the edge, 
dropping out school to find a job. Raisa Urribarri, an emeritus professor in human and social 
sciences at the University of the Andes, said that Universities “have a clear role to play” in 
rebuilding the country’s infrastructure, but “unfortunately, many academics – the most 
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qualified as well as the youngest – have emigrated.” Very good teachers and students seek to 
immigrate to practically any country that may offer them better living and working conditions 
(Reisz, 2017). 
The situation over the years has increased generating a mass exodus of ELT students and 
teachers to often have their education interrupted within the country and also after immigrating 
to another country. Education is important for each person’s prosperity, but also for that of 
Venezuela and the countries Venezuelans flee to temporarily or permanently. 
 
Education as a Right & Means to Symbolic Capital and Agency 
Despite the recognition of the right to education by the Universal Declaration of Human Rights 
(UDHR) many individuals fail to benefit from even basic primary education, with higher 
education access not possibly even a consideration. This gap between the notional recognition 
of the right to education and the adverse reality facing many SIFEs, and those responsible for 
providing education at the macro and micro levels, requires stakeholders and education rights 
advocates to address education to be on par of urgency with that of the right to food and shelter 
in contexts with social, economic and/or political crises. 
The rationale goes beyond the fact, or notion, that education is a human right in itself, 
but is an essential means for individuals to realize other human rights. Once a basic education 
is obtained, individuals, and later adults, are capable of understanding the context in which they 
live, the options available or not, the avenues through which they can pursue their aspirations 
and obtain symbolic capital and agency (Bourdieu, 1986, 1991). Even the most basic and 
informal level empowers a child and later the adult. Additionally, the symbolic capital and 
agency acquired are essential tools, in part as a result of education, to negotiate their current 
and future paths. 
Agency can be understood as a result of ‘symbolic capital’ that translates into power 
that comes with social position and/or non-tangible valued assets, which afford prestige within 
a community. A metaphor of economics is often used for the notion of symbolic capital, 
showing flows and reservoirs of a particular type of symbolic currency. Once that symbolic 
currency is possessed, among other factors, agency is obtained. Education is a key method of 
acquiring symbolic capital and transferring agency to individuals, and into social reproduction. 
This leads to a transfer of specific skills and behaviors that possess symbolic capital within a 
particular community and can therefore, foster agency.  Bourdieu (1991) also argues that use 
of language, both proficiency in one and the adeptness of use, had a significant effect on social 
mobility. As a consequence, linguistic ability is a powerful form of symbolic capital and 
agency, beyond its mere means as a form of communication.  
 
Education as a Form of Social Justice & Social Good 
Meetings and conventions held across the globe between the UN and member states to address 
the current global refugee education crisis, which is also applicable to SIFE, aim to define how 
to assist the international effort. However, as many researchers have suggested, it is not easy 
to define one’s rights as humans, without also discussing responsibility and duty. “Providing 
individuals with educational opportunities can be expensive and, clearly, individuals 
(particularly young individuals) do not have the means to provide such resources for 
themselves. As a result, not only must consideration be given to what qualifies an object like 
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education as a high-priority claim or human right, consideration must also be given to the social 
context necessary to acknowledge this claim and to accept the social cost to implement it” (Lee, 
2013, p. 2). 
However, many nations face political push back from constituents worried about the 
strain SIFE, migrants, and asylum seekers will put on resources. Potential refuge countries, 
fearful of the perceived potential for terrorism based on cultural and religious differences, at 
times exhibit a general lack of charity and goodwill towards SIFEs. To argue against such 
rhetoric, it is prudent for host countries to examine the right to education as a means for the 
societal good for all humans regardless of borders. This can be difficult when many individuals 
associate the idea of goodwill to entitlement; SIFEs thus become a threat to their own rights 
and well-being. Pogge (1992) upholds the idea of Cosmopolitanism and Sovereignty, that 
“...every human being has a global stature as an ultimate unit of moral concern (p. 49)” and as 
such we have a moral obligation to consider human rights as ethical guidelines rather than 
ethical demands. We have a moral obligation to make education a pathway to a better, more 
peaceful world. If we understand and accept this theory then it is easy to see how it might 
benefit a host country to provide an education at a sufficient level to help young SIFE thrive. 
As discussed, education fosters a healthy community and societal benefits. However, it would 
be naive to suggest that education is the cure-all for the problems that SIFEs face.  It is true, 
breaking down barriers ushers in global understanding, but it is important to note such 
integrated education can bring with it many intergenerational issues. It can be frustrating or 
scary for parents who want to be able to provide traditional cultural elements for their 
individuals for which a more global-oriented education may reduce the importance or 
significance of cultural heritage in the eyes of individuals. Not that one or the other is better or 
worse, but a quality education must not only be a durable solution for the future, but also for 
the present (Dreyden-Peterson, 2011). 
 
Micro-Level Language Policy Forces and Communities of Practice 
Ricento (2000) calls for investigations of agency within language planning and language 
policy, which is highly relevant for considering what a curriculum in refugee education should 
consist of for the benefit of individuals and society as a whole. Such discussions can also be 
applicable for SIFE in providing accessible and appropriate access to education. Within 
sociolinguistics and the field of language policy, Ricento (2004) defines agency as the “role(s) 
of individuals and collectivities in the processes of language use, attitudes, and ultimately 
policies” (p. 208). So, in this view, language policy is not solely a macro-level, top-down 
process necessarily, where agency is provided to some through a macro-level constructed 
curriculum (i.e. Non-Government or Government entity). However, it is also a micro-level, 
bottom-up phenomenon in which the personal, social and linguistic interaction of individuals 
influence understanding, attitudes and the level of tolerance and ambiguity. This social contact 
overtime impacts informal and formal language policy first at a local community level and 
then, at a larger regional or national level. Thus, examining access to education and the 
language education language policy (official or de facto) within language education crises 
provides a lens to understand the dynamics of bottom-up, micro language planning and 
language policy (Liddicoat & Baldauf, 2008) including the range and limits of individual 
agency. 
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TESOL and its affiliates, and other ELT associations are groups of ELT professionals 
that function together to professionalize and advance the field of ELT. What sets communities 
of practice apart from other teacher development models is the impact is beyond an individual’s 
professional development work toward alignment with the larger field or sub-field (NCTE, 
2011). Alignment refers to the community of practice serving a mutual purpose or working to 
reach the shared goal. Members of formally established ELT association formally and 
informally in their communities strive to achieve the shared purpose through a variety of 
events, projects and interactions. The shared and orchestrated functions of ELT communities 
of practice impact its members, is stakeholders and the community. Through their existence 
and operations, they impact norms and professional practices among educators, not only in the 
classroom, but also in the community at large. In doing so, they often establish grassroots 





This small-scale pilot study was conducted with the participation of 18 English as a Foreign 
Language (EFL) students that had previously studied in different public universities in 
Venezuela. All of them are currently living outside Venezuela. These students have studied 
English as long as well as other languages (e.g. French) for a significant portion of their 
secondary and university studies. 
 
Questionnaire  
In order to collect the most exact information for the study, a questionnaire (Appendix A) was 
designed. In order to collect the data for the analysis, the questionnaire was delivered to each 
SIFE individually to ensure that they would give their own ideas without being affected by 
their colleagues. After the teachers had finished their questionnaire, they were interviewed for 
further information in the questionnaire. Data collected from the questionnaire was classified 
into different categories for variables such as education interruption, migration, language, work 




One hundred percent of the surveyed students claimed they interrupted their studies. However, 
there is an outstanding testimony of one of the subjects, who considers that he interrupted his 
studies, however he claims the following “…from my personal point of view, I am still studying 
and learning languages by myself”. Despite the interruption of their education, some SIFEs 
keep on learning by themselves, maybe through the materials they used to study before. This 
can be supported with the fact that 82% of them dropped out from fifth semester on (See Figure 
1). Thus, an advanced learner may have acquired the language skills and strategies to remain 













Figure 2: Reasons for Abandoning Studies 
 
In relation to the reasons why SIFEs decided to interrupt their education, 39% of them claimed 
it was because of economic reasons, while 33% answered it was because of insecurity. Other 
students (17%) pointed out that the unstable situation of the country was a crucial factor that 




Figure 3: Intention to Migrate 
 
It is noteworthy to mention that 16 out of 18 SIFEs had not considered interrupting their studies 
previously. In certain way this demonstrates how unexpected the situation in Venezuela was 
(See Figure 3).  In a very short period of time, a few years or less, participants went from having 
long term plans of studying and then, working in Venezuela to see little to no hope or a future 





































To determine how education interruption and migration are linked, students were asked 
whether they had interrupted their academic studies to migrate. Sixteen out of 18 students 
answered they had interrupted their studies as a result of the decision to migrate (See Figure 
4). 
 




When SIFEs were asked whether or not they had considered to migrate before, 14 out of 18 
pointed out they had. Such answers maybe linked to the fact that one of the main goals of 
foreign languages students is to move to other countries once they graduate and utilize the 


































The following graphics shows the migratory movement across the years, being noticeable 
certain uniformity between the years 2014-2017. Throughout the year 2017 there is an evident 
increase in the number of migrants to neighboring countries, maybe due to the worsening of 
living conditions in Venezuela; This year has been considered by experts and observers as one 
of the worst years for the economy of this Latin American country and for presenting one of 
the highest rates of violence in the continent and in the world1 (See Figure 6). 
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One of the biggest concerns of people who are forced to migrate to another country is to know 
the type of work they will get, and that will allow them to sustain themselves. According to the 
following graph, more than 50% of those surveyed declared that they are working in jobs not 
related to the career they were studying at the time of migration (waiters, vendors, cashiers, 
call centers, personal assistants). Only 39% of respondents expressed obtaining employment 
as teachers, interpreters, or volunteer assistants in a school. These results reflect one of the 
tragedies of migration, having to occupy a job they were not prepared to and in which they do 
not obtain any personal satisfaction (See Figure 7). 
 




In undeniable the advantage of being bilingual and so can be seen in the answers provided by 
the respondents. Knowing one or two foreign languages represents for a student the possibility 
of obtaining an employment with higher pay and social recognition. The student of foreign 
languages, even when s/he has seen his education interrupted, recognizes the value of having 
learned a foreign language and sees his stay outside as something temporary, always hoping to 
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The expectation of returning to their country of origin is reflected in the following graphic. A 
very high percentage of those surveyed expressed their desire to return to the country, not only 
because of the possibility of family reunion, but because of the desire to complete their 
university career in foreign languages or return to their employment as an English teacher. This 
response confirms the fact that the Venezuelan immigration process is an action forced by the 
circumstances and factors mentioned above. The forced character of migration causes a feeling 
of longing and loss that can only be filled by the possibility of returning to the country (See 
Figure 9). 
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for any individual. However, for the participants amidst an uncertain and polemic transition 
caused by local and national parameters that directly impacted their personal choices they felt 
that has no choice but to leave Venezuela. The data shows migration correlated with 
individuals’ decisions to migrate and that the increase in Venezuelans leaving the country as 
the situation increasingly deteriorated over time. And although the participants held the 
perception that proficiency in a foreign language, and particularly English was beneficial, only 
39% were able to obtain employment that utilized their English proficiency. The other 61% 
obtained employment in jobs that did not or would not likely need them to use English. Finally, 
many participants continued to study English and/or maintain their English proficiency level 
through informal studies using available resources. 
 
Discussion and Implications  
The goal of the study was to share the realities and experiences of Venezuelan SIFE, which 
may be a lesser known phenomenon due to the recency of the situation and the level of an 
economic and political player on the international scene (Polga-Hecomovich, 2017). Based on 
the data received from the questionnaires, on initial analysis of the data, it appeared 
disheartening as the results seemed to offer little more than a piece describing the plight of 
Venezuelan SIFEs. However, by altering the lens of the study to examine the data within the 
scope of an action research and what can the authors’ learn as educators connected to 
Venezuelan ELT, the data came to serve as a mean to reflect on the role of Venezuela TESOL 
(VenTESOL), a community of practice, serving ELF teachers and in turn, SIFEs in- and outside 
of the country. In this way, the study informs not only the VenTESOL membership, teachers 
and their students, but the implications identify how ELT communities of practice can serve 
SIFE needs in contexts experiencing social, economic and/or political strife regardless of the 
region. 
The discussion of the findings is framed within literature on grassroots practices and/or 
micro-level language policy making through communities of practice. The data collected from 
the study are interwoven in a process of matching how VenTESOL activities, academic forums 
and services meet the needs of Venezuelan SIFEs. To some extent, this discussion approach is 
based on grounded theory methodology, as an understanding of the data comes from identifying 
shared experiences to identify patterns that emerge among the participants. These patterns of 
experience and needs were correlated with the academic activities and services VenTESOL 
offers members, based on the authors experience as active members of VenTESOL, a 
community of practice in which the authors participate. Through their participation, 
VenTESOL membership, function as a grassroots initiative mechanism to serve EFL teachers 
in- and outside of the country, as well as SIFEs. Over time, the adjusted and innovative 
practices become norms and serve to influence EFL informal language policy approaches (e.g. 
micro-level language policy planning). 
The understanding of the context was developed throughout the research process as 
data interpretation took place, and comparisons of that interpretation were made with respect 
to new data collected from the academic activities and initiatives of VenTESOL, as document 
on VenTESOL’s Facebook page, presentations at local, national and international conferences 
as experienced by the authors as members. As a consequence, the authors were continuously 
evaluating that the evolving understanding of the participants’ data and their VenTESOL 
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experiences to identify how VenTESOL serves SIFEs and in doings, acts as a grassroots agent 
and micro-level language policy player. Like grounded theory research, an important principle 
of the analysis was to develop and elaborate the understanding by constant comparison with 
the data gathered throughout the research analysis process. The discussion and implications are 
supported by the evidence in the data with respect to the literature, based on the identified 
activities and initiatives of VenTESOL. 
 
EFL Associations, The Role of Communities of Practice 
The role of TESOL, its affiliates and EFL associations are vital for English students, teachers 
and teacher trainers to have a sense of community. In the midst of experiencing a drastic socio-
economic change that impact the ability for students to access education as a human right and 
for teachers to earn a viable income, the role of communities of practice can serve a social 
safety net for communities to cope. While students’ lives are being impacted and often turned 
upside down to where little is recognizable and there is little to no sense of security, the same 
is absolutely true for the teachers as well. Since both groups reside in the turmoil of the context, 
there is not likely an external person or entity of perceived power that can serve a viable 
support. Academic communities of practice can work to address some of the needs of both 
teachers and students thorough services, events and information they can offer to both groups.  
Yet, in times of trouble that are disrupting established fundamental social structures (e.g. public 
and private education entities), it would seem unlikely that informal and volunteer entities in 
the communities related to educators and students would be able to sustain themselves among 
fundamental social breakdowns. However, this is exactly what often occurs. Grassroots 
educators serving themselves and their students, even their SIFE not present in classrooms, nor 
in country. Teachers as part of a community of practice are able to feel empowered. Teachers 
losing a sense of their personal realities along with their professional realities are likely to be 
pushed to existential questions about life. One approach to addressing the professional 
existential questions witnessed by the authors is invest in maintaining the school/university and 
local EFL association despite the seeming irrelevance of it considering on what is going on in 
the local context. To some degree addressing a higher level of Maslow’s (1943) pyramid when 
the base level is barely met, and when the base need is met, it is often uncertain for how long. 
As a result, the community of practice is meeting the needs through informal mechanisms to 
ensure the availability and right to education for themselves as teachers and their students, 
including SIFE. 
 
VenTESOL, and EFL Associations, as a Community of Practice with Impact 
Teachers in the Venezuela, whether working in K-12 classrooms, higher education or in TESOL 
teacher training program, face many of the same challenges their students face in and outside 
of the classroom, as they too reside in the same social, economic and political reality. In fact, 
teachers themselves face the same impact in terms of inadequate transportation services to get 
to school, access to affordable and convenient access to available food and nutrition, access to 
learning materials in and outside the school and the list goes on. The factors that evolved in to 
the contexts in which SIFE and teachers live in and outside of the country are extremely 
complex. These realities are a result of decades of domestic, as well as international, factors 
and policies, that are continuing to play out in current times, that are largely intertwined by 
 English Language Teaching and Research Journal 
60 
 
macro-level economic and political policies (Polga-Hecimovich, 2017). 
However, the adjusted measures and initiatives taken by VenTESOL in the midst of the 
breakdown of education in the country, not only related to EFL, places it in a position of serving 
grassroots, micro-level language policy and practice player. In some cases, the work of its 
members reaches to inform and education a larger community that may serve at some level to 
impact mezzo level language policy and practice initiatives that impact the community in which 
the teachers and students live, even if outside of Venezuela.   
 
Some Examples of Maintaining a Viable Community of Practice in Times of Strife 
One of the reasons why VenTESOL has sustained its activities despite the adverse 
circumstances is the involvement and commitment of all its members to its mission, which is 
to keep on developing expertise in English language teaching and learning and also to empower 
the ELT community. In this sense, the essential purpose of a learning community is to facilitate 
its members, whose academic goals and attitudes are common, expertise sharing process, work 
in collaboration to improve the academic performance of students (Spillane, Halverson, & 
Diamond, 2001). Thus, a learning community is not limited to teachers and students, but 
includes people with same attitudes towards a particular learning field. This offers SIFEs 
overseas a possibility to improve and acquire new knowledge. 
Due to a lack of transportation available for regional or national events, an increase in 
sharing the availability of free online webinars from renowned government and academic 
entities have permitted VenTESOL members, their in-country students and SIFE out of the 
country to have such an opportunity to learn, which directly benefits SIFEs. Venues in-person 
conferences and institute events were secured for free or little cost. However, there were still 
some costs associated with printing, offering refreshments and so one. Therefore, it is hard to 
cover such expenses.  
Having international presenters present via pre-recorded video sessions and the 
production of Web-Video seminars have represented a valuable option to have presence beyond 
the country. In some way, the members of a learning community are more engaged on their 
learning goals than anyone could expect. This is also the case of most SIFEs around the world. 
 
Conclusion 
The objective was to narrate the impact of the crisis in Venezuela on students, pushing to them 
to abandon their studies as a result of the choice to migrate, but it was identified that ELT 
associations, like VenTESOL, can serve as mechanisms for grassroots sustainment of EFL 
education for various stakeholders and serve as grassroots entities that inform micro-level 
language policy and practice. The article shared the experiences and needs of Venezuelan SIFE 
and identified how low-cost initiatives and activities that VenTESOL served to maintain the 
field of ELT and a professional development community of practice. Implications for the Asian 
contents are discussed for ELT communities of practice countries that are facing related issues. 
Many of the same adjust activities and initiatives can be adapted for Asian TESOL affiliates 
and ELT associations to maintain their viability. 
Additionally, in serving as a grassroots mechanism and micro-level policy player, 
VenTESOL and other ELT associations highlight that education is more than providing literacy 
and numeracy skills to individuals, but is also a means to educate individuals socially and 
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culturally to adapt and acclimate to their new contexts despite obstacles. It is through education 
that these individuals gain agency as part of a common humanity and therefore have a right to 
equitable treatment, support and opportunity. 
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Appendix A: Interview Transcript 
 
This questionnaire is intended for Venezuelan students of English as a Foreign Language who 








1. Gender: □ Male □ Female  2. Age:  
 
3. Did you, at some point, interrupt your studies?  
 
4. In which academic period did you interrupt your studies? At that point, had you finished 
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your academic load?   
 
5. Why did you interrupt your studies?  
 
6. Had you ever thought about interrupting your studies before? 
 
7. How has interrupting your studies impacted you? 
 
8. Did you interrupt your studies to migrate? 
 
9. Why did you migrate?  
 
10. When did you migrate? 
 
11. Had you ever considered to migrate before? 
 
12. What is your host country now? 
 
13. Are you working there? What do you do? 
 
14. Do you teach English or another language as part of your work? If not English, which 
language?  
 
15. Has being bilingual represented an advantage to you in your host country? Why? 
 
16. Are you planning to move to another country? Why? 
 
17. Would you return to your country in the future? How could it be?  
 
18. Do you want to tell us about any other important aspect related to the interruption of your 
education or your migration experience? Feel free to write about it. 
 
 
